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1,2
Early Reading and Praprimary fducation

Bernard Spodek, Rd.D.
Professor of Early Childhood Education
Universicty of 1llinois at Urbana=Champaign

The recent concern for the quality of education being provided to our
childres in Amorlcan publle schools has had a number of i{mportant consequences.
One of these has beon tho ery for the administration of teats‘nf minimum compe=
tencles as a requirement for graduation from high mchool or even for promotion
trom the elementary school. Anothet consequence has been the call for a return
to teaching the basics in the schools. While professional educators might engage
In discourse about what 1s basic to childhood, the advocates of the "back to
bagics" movement have one particular meaning in mind: Instruction inm the
mechanics of reading, writing and arithmetic.

The call for a return to basic instruction has had its impact in governmental
agencies responsible for early childhood education, Policy statements and
actions have already been issued advocating an increased attention to basic
academic instruction. A committee of the Natilonal Academy for Education, a
group supported by public funds, has issued a report asking for a total focus on
basic academic skills as the content of primary education, They further advocate
that the achievement of these skills be guaranteed by regular testing children
using standardized achievement tests. The Administration for Children, Youth
and Famllies has already established a Basic Educational Skills Project within

the Headstart program. While the Headstart program focuses on the 3R's and

science and problem solving.

1. Presented at AERA Conference, San.Francisco, April 8-12, 1979. An earlier
version of this paper was presented at the Natlonal Right to Read Conference
Washington, D.C., 1978.

I would like to express my gratitude to Judith Chafel for her help in pre-
paring this paper.
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Thege are important manlfestations onh an educationnl movement that have
serious impllications for young chfldren. It {s necessary for early ehildhood
educators to look at these movements, as well as at the nature of basie skllls,
to understand not only the thrust, but the impllcation of publie dctions (Intended
or achfeved) on the education of youny children,

Given these concerns, I have set for mysalf n fow taske in this papar,
1 would like to review definitions of reading and conceptions of reading
instructional programs., I would also like to briefly discuss the relationship
of reading programs to early childhood education programs more generally conceived.
In addition, I should like to suggest what I might consider to be an appropriate
pteprimary roading program. Finally, @ should like to suggest that we could
use the ideas presented here and to better understand the ramifications of the

public¢ actions referted to earlier,

DEFINING READING

Some of the controversy about reading instruction arises from the way in
which the reading process 1s defined. Some educators contend that reading is
basically a decoding process =- learning to read means learning the relation-
ship between written symbols and spoken sounds. Once these associations are
learned, the child 13 considered a reader. Since the young child already knows
the meanings of words and language structures in the oral language, reading
teachers need not worry about these in their parallel written form. What the
child does with written information is not reading. The goal of primary reading
instruction, according to this point of view, is to provide children with the
key letter-sound assoclations to unlock the written code. Although few will
disagree with the need for the beginning reader to learn letter-sound associations,

the reading process 1s more than "code cracking."
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Some experts define reading as "gaining meaning from the printed page."
They take reading one step boyond the firamt approach, supgesting that
thterpreting the sounds nssocinted with the letters is alno a part of the
reading process and needs to be included in any reading program. They suggest
that the derivation of meaning for the printed word, rather than "code
cracking," be emphasized at all levels of the reading instructional program,

8till other experts suggest that the reading process is essentially an
extension of intellectual processes., In addition to daéiving meaning, the
interpretation of meaning is a significant part of reading, Critical reading,
problem solving, and other complex intellectual processes also nced to be
included In any reading program, including a beginning reading program.

Frank Smith (1971) concelves of the reading process as gaining meaning
from the printed word. This, Smith states, is dene'iﬁ‘twa different ways.
The flrst process, immediate comprehension, is accomplished by deriving
meaning directly from the visual features of writing. The second process,
mediated comprehension, requires a prior oral identification of words. The
fluent reader primarily uses the immediate comprehension process, employing
alternative sources of redundant information to speed the process along.
This information comes from word forms, syntactical structures, and the
context of words. Only when difficulties arise does the fluent reader use.’
nediated comprehension.

Smith belleves that the problems of beginning readers are compounded by
i lack of experience with the reading process. He suggest that traditional
programs allow beginnmers to gain the experience they need to create personal’
rules of reading even though they may not be teaching these strategies

directly. That fact that a redundancy of information is used by mature
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readers may explaln why different programs stressing different bepinning
reading skills may be equally succeasful,

Actually, each definition of the reading procaess may be a valdd one,

It 18 quite poasible that, as Smith suggests, the reuding process 1s different
at different age or grade levels. If this is the case, then preschool teachers
need an understanding of the relationship between early and more mature
procasses to put preschool veading activities in the proper perspective,
Deaigning a preschool reading program would require defining the relatiomship
between prereading cxperiences and mature reading, rather than just a simple
tusk analysls and a determination of the skills which are prerequisites for
beginning reading instruction.

There are four modes of language communication: speaking, listening,
reading, and writing. Reading is the part of the language process that deals
with decoding written symbols. Although the written words of our language
are derived from spoken words, the reader need not translate each word read
into a word heard. Once skilled reading is achieved, the individual has thus
two parallel forms of receptive language available, thus allowing {mmediate
comprehension to occur.

In the early years of schooling, the child may have to use mediated compre-
hension, moving from the novel (for him) written symbol to the more familiar
spoken symbol before meaning is achieved. At this point, the meanings gained
from the written word are usually those the young children has already learmned
in relation to his knowledge of the spoken word. Thus the self-evident nature
of reading as ''code-cracking." Only as children approach maturity does their
reading vocabulary outstrip their listening vocabulary. Few books developed for
beginning reading instruction include a vocabulary that is beyond the listening

vocabulary of the children for Wﬁém the book is designed. In some
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cogen, advocates of the code-cracking approach to reading have described very

young childten "successfully'" reading Shakespearian plays or other similaxly

gophisticated wrltten matter when they were merely mouthing the words. This
1s a distortion of the reading process, for few reading experts at any level
would support a child's learning to read to the exclusion of understanding,

Defining the reading process does not solve the 1ssues related to be-
gloning reading programs, though it is a ncceasary first step. The cruclal
lssues relate to how the child can best learn to read., Is meaningful or
meaningless material best for teaching the code-cracking system? Should cues
other than letter-sound assoclations be used in gaining meaning from the
printed page? What about the form, organization, and materials of instruction
to be used in a reading program? These questions are continually raised as
well as questions relating to the prerequisites for successful reading
instruetion.

[For ap interesting discussion about the relationship of reading to language
from a number of viewpoints, see Irene J. Athey, ''Language Models and
Reading"; Doris R. Entwhistle, "Implications of Language Soclalization
for Reading Models and Learning to Read"; and Ronald Wardhaugh, "Thearies
of Language Acquisition in Relation to Beginning Reading Instruction,'
Reading Research Quarterly, vol., 7, No. 1 (fall 1971).]

THE READING PROCESS .

Even in its simplest form, the reading process seems to involve a broad
range Qf perceptual, assoclative and cognitive elements. While these processes
may be aﬂalyzed and described separately, they are intertwined so that the
individual does not practice each one separately as he reads. Nor is reading
simply a matter of making a series of letter-sound associations. The Széﬁe‘
of the preschool child roaming the aisles of a supermarket and identifying and
reciting labels of packages made fsmi;iar through television commercials is

not unusual. Much early reading seems to mirror this process, for in attempting
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to pain meaning from the written papge, the young c¢hlld uses a varlaty of
approaches and clues,

Young children can learn a reasonable number of words without using any
analytic techniques. The assoclative learning tachnique used in the "look-gzay"
method has proved successful and 1s probably responsible for the very young
child being able to read product labels, The continually repeated sssocfation
between the plceture of the product and 1ts name on television helps the child
learn the words and recall them when he sees the symbol. Other techniques can
be used for assoclating visual cues with the sounds of words,

Using these visual cues, the child can be helped to make the assoclation
between the written symbol and the spoken word. Children also learn to use a
ward'§ context as a clue to reading it. The structure of the language and the
meaning of phrases have a degree of regularity that creates a fairly high
chance of success in the use of context clues,

As the child begins reading instruction he learns other techniques of word
recognition. Structural analysis-=the breaking of large words into their
parts--is an important one. Phonetic analysis, one way the child can identify
letter=sound associations, 1s another important technique. Phonetic analysis
is not the only method, however, that the young child can use in learning to
read, nor is it necessarily the first. It would be unfortunate if we did not
provide the child with as many different ways of unlocking the mystery of the
written word as he can use, | - 1t is the synthesis of many skills that helps

make a competent reader.

It is important to note that word identification, although important, is T

just one part of beginning reading. Meanings must become evident to the
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child, He must asuoclate the written words with the spoken words and move
quickly from reading oymbole to reading ideas.
John Carroll (1970) has {dentified the necessary elements of a reading
ingtructional program. The skills identified are:
1. The child must know the language that he 1s going to learn to
read,
2, The child must learn to dissect spoken words into compenent sounds.
3. The child must learn to recoghize and discriminate the lotters of
the alphabet in thelr vatious forms.
4,  The child must learn the left~to-right principle by which words are
spelled and put in order in continuous text.
5. The child must learn that there are patterns of highly probable
correspondence between letters and sounds,
6. The child must learn to recognize printed words from whatever cues
he can use,
7. The child must learn that printed words are signals for spoken
words and that they have meanings analogous to those spoken words.
8. The child must learn to reason and think about what he reads

(pp. 31-33).

The many different beginning reading programs available have been cate-
gorized in a number of ways. Differences among the programs has been identified
in the stress placed by each program on letter-sound association, on the relation-
ship of reading instruction to the total language arts program, and on the way
in which the pattern of iInstruction is organized in each (Spodek, 1978).

Carroll (1970) has suggested that dis;greemeﬂﬁs about how reading should be

taught are often disagreements about the order in which skills should be taught.
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Adams, Anderson and Durkin (1978) distinguish heginning reading propgrams
by the underlying conception of the teading process of knowledge. Some programs
nre labelled ad "data deiven," some as "conceptually driven," and some as
"interacelve." tn the data driven programs, the reader attends to the letters
and develops expectations from the words spelled out by them, These expectas
tions are bullt upon ad the reader deals with larger units, polng From words
to phrases to sentenced. Since the information {n print {s the basls for reading,
this la scen ay a "bottom-up" process.

Philip Cough (1972), for example, ptoposed a linear model of the reading
procegs which can be consldered data driven., The reading process starts with
visual letter identification. Letters are related to sounds in the spoken
language and are then used to bulld phonemes, These are then grouped into
worda that are strung into sentences, Synéaetie nnd semantic rules are applied
to form meaninga. The reanding procesgs thus moves rapldly, step=by~stap in a
single directlon through a complex process from the visual cues to meaning.

In the conceptually driven programs, the reader uses his knowledge of
the language to approach reading by testing hypothéses against what 1s printed.
Context and syntax provide the reader with important cues for developing hypow
theses, This paycholinguistic approach to reading is characterized as "top=
down'" processing.

Goodman (1968) has proposed such a "top-down" model of reading. Goodman
agssumes that the oral and written modes of language, while representationally
different, are essentially the same. In this model, the child scans the printed
page, focuses on a point and begina a selection process. He picks up graphic
cues guided by prior choices, his language knowledge, cognitive style and learned

strategies. Forming a perceptual image, he searches his memory for related
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syntactle, semantic and phonologleal cues, He then makes a guess conalstent
with graphic cues and teats It for semanlfc and grammsatieal accepeabiliftvy, If
the ctholce is acceptable, decoding ks extefded, meaning is asalmilated and
exfiectatlons are formed fov feadlng that lies ahead, At the hiphest level,
the focus is on meaning with dec«!ing becoming automatic, The child wakes the
greatest use of his knovwledge of the spoken language, while decoding skllls are
deemphasized in this approach.

The third approach to reading sees both top-down and bottom-up protesaing
occurring simultanecusly. Hefice the characterization as interactive. Within
this eonception the reader ls as much dependent upon what he already knows
as upon what the author has put 4in the text for gatlning meanlng from the
printed page: Doth conceptually<delven and {nteractive conceptions of
téading view the process ad sometlilng vote Ehan decoding, whille the data
driven conception sees reading as a process of changing written language
into its oral gounterpart,

Rumelhare (1976) has developed an interactive model vhieh concelves
of reading as utilizing both "top-down" and "vottom=up" processing. Both
the contoxt of the visual stimuli as well as the stimuli themselves are
used by reading within this model, Thus tle model supgests a procass that
operates in both dircctions (from visual cues to meaning and from meaning
to visual cueg) at the same tima.

Many of tha traditional beginning reading programs found in schools
today use a data driven approsch to reading in the primary grades, Only
after decoding skills are established do these programs attend to the meaning
and context of what is read. Thus, content of these reading programs in the

early grades is different from content in the later grades. Many of the
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standatdfeed tests used o anssess reading achievement reflect these prograns,
Children In the early grades are tested with itews that danple thedr decoding
abiiley. As the children move Into the intetmediate grades thete 18 a shlft
to Incressing the number of ltets that sahple comprehennion ablility,

In my ovm community, the pattern o: 's#st geores show children daing
relatively well in readlng achievement ae the second grade level, In the inters
mediate grades, the pattern of test scoret does not look as well and many of
the children who were doing poorly in reading are doing more poorly:, In a
similar vefn, Cambell (1978) quotes a Utah State Board of Educatlon report
that corcludes that sixth grade students in that state have mascered word
analysts, but almost half lacked structural analysis skills. 1u relation to
comprehensfon the plctute was less satisfactory, with less than half the
students mastering literal comprehendion and only a fourth of them nasteting
adequate infeeential and analytie comprehension,

While the schools provide remedial work for poor readers, this remedial
work focuses on decoding skills., Yet these are the skills that the children
wvere tésted on earller and shown to be ralatively compotent, Seldom do the
childeon who need romediation ever overcome that need for remadiation, Perhaps
that woul i change {f remedial reading programs as well as beginning reading
programs addressed themselves to comprehension skills,

In a slmllar vein, a former colleague of mine reported pilot data in
which he found that poorer readers persisted in the reading task focusing on
decoding the passages much longer than better readers when the reading
materlal provided becanme systematically more meaningless through the mani-
pulation of both syntax and vocabulary (Canney, 1978). It was as 1f the poorer

reader did not have an expectation of 'gaining mesning from the printed page.
)
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This is consistent with Fraxk Snith's (1977 suggestion that reading
failure occurs when a child sees no sense lw yiit s involwed in dearning
to read. In many cases it seems that the pmogrin of beginning reading
that deny a concern for meaning from the begipming might themselves be the
céuse of reading failure for some children, 1r=1s no wonder that "more of
the same" does not alleviate tlat fajlure. -

Designing an Approprigte Farly Childhood Remdipsg Progranm

Whether you would include resding in pwrepr-inaxy education, how you would
nclude it, and what of reading dnstruction yousnight dnclude depend on
your view of reading, of instraction, of lemarni:ng =nd of readiness., A teacher
vho assumes a maturational view of readiness, wuld assess each young child’s
| level of mat:uiity, putting those who ate remajy Ito an early phase of the
reading program while allowing others to "rEpep.' fusrther. A teacher ﬁhn
mintains a "nurturing' view of readiness, migh:t provide a set of broadening
experiences for children prior to the formlE re:2linxg program to inmcrease the
probability of thelr success in chat programa yhett Lt is finally offerxed.

Those who believe in direct Instructiorm yosmld teach those skills as
prepafatiﬂﬂ for reading ox actwil reading sk={11:5 in 2 straghtforvard namner.
Teachers vho believe in inddrect instfﬂctiarg wontld create experiences to help
the children acquire desired learnimg as a roggy’lt of thelr own actioms. The
options available are not nerely "directed wergms incidental teaching" as
King (1978) suggests, but choices of what tow testh as well as direct versus
indirect teaching and plammed versus incdidensta] teaching,

FI'n many cases, teachers' decisions aboust et to teach children about
~reading prior to first grade are ﬁadﬁie by defSaui#, Mot being sure thenselwves
'bxjf what or how to imstruct, teachers rely on: the declsions made by publishers

. of reading series or othexs vho have prepare=d pmepackaged materials (often
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vorkbooks and worksheets). Decisions about content and sequence of instruc-
tion are made by those preparing the materials. Once these decisions are
nade, the teacher's responsibility is to carefully herd the pupils through
each page or section of the material. Independent evaluation is seldon

done since children's progress {s self-evident.

The abuses of such an approach have led a number of argagizatiaﬂs,
including, EKNE, ACEI, ASCD, IRA, NAEYC, NAESP, and NCTE to publish a joint
statement on Reading and Pre-First Grade (1977). The recommendations of
these groups imclude the following:

Recommendations:

1. ?Provide reading experiences as an integrated part of the
broader communication process that includes listening,
speaking, and writing. A language experience approach
is an example of such integration.

2. Provide for a broad range of activities both in scope
and in content. Include direct experiences that offer
opportunities to communicate in different settings with
different persons.

3. Toster children's affective and cognitive development by
providing materials, experiences, and opportunities to
communicate what they know and how they feel.

4. Continually appraise how varlous aspects of each child's
total development affects his/her reading development.

5. Use evaluative procedures that are developmentally appro-
priate for the children being assessed and that reflect
the goals and objectives of the instructional program.

6. Insure feelings of success for all children in order to
help them see themselves as persons who can enjoy
exploring language and learning to read. ,

7. Plan flexibly in order to accomodate a variety of learning
gtyles and ways of thinking.

8. Respect the language the child brings to school, and use it
as a base for language activities.

9. Plan activities that will cause children to become active
participants in the learning process rather than passive
reclpients of knowledge.

10. Provide opportunities for children to experiment with
language and simply to have fun with it.

11. Require that pre-service and in-service teachers of young
children be prepared in the teaching of reading in a way
that emphasizes reading as an integral part of the language
arts as vell as the total curriculunm. '
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While the fact that a group of organizations would band together to
oublish such a statement jodntly is important, neither the statement nor
the récamEﬂdatians thenselves provide adequate guidelines for a pre-first
grade reading program. If you do not accept the "ripening" view of develop-—
ment, then you need to look at the content of the reading program to be
selected through mastery, determine what a child needs to know to be success-
ful, and provide appropriate learning opportunities for young children.

In support of a conceptually~driven model of reading instruction, one
should provide the children with as broad a range of language experiences,
as well as exXperiences with the real world, as is possible. The depth of
personal knowledge about the world allows children to develop concepts they
can draw on to interpret meanings. Knowledge of the language gives the
eﬁildreﬂ a better base from which to derive hypotheses about the meanings
of sets of printed symbols.

A range of prerequisite skills are usually listed for successfully
learning to read within a data-driven madéi of reading instruction. These

nclude such skills as visual diserimination, auditory discrinmination,

| nd

left-to-right sequencing, and developing letter—sound associations.

Given an interactive view of reading; both the skills and the linguistic-
cognitive background are important, Smith (1977) suggests that two other °
iﬂéights need cé underly beginning reading instruction: (1) Children need
to realize that print is meaningful, and (2) children need to be aware that
tﬁe written languagé code 1s different from that of the spoken language.
Whatever the instructional model used, the child's desire to read is important

for success.
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In an article I wrote a couple of years ago, ''Early Childhood Education
and Teacher Education: A Search for Consistency", I suggested that early
childhood education models differ essentially on ideological grounds, that is
they differ in their underiying beliefs and assumptions. The same is true
for models of reading instruction. The conceptually driven models of reading
would fit quite well with a Bank Street model as well as a traditional child
development model of early childhood education. The data driven models Qf.
reading instruction would fit quite wall with a behavior analysis or Engelmann-
Becker model of early childhood education. The interactive model of reading
instruction would fit well with a Eiagetiaﬁ or Open Education approach to
early childhood education. Thus, before deciding on an early childhood reading
program it might be hglpful to knéw what you really believe about children,
learning, development and schﬂclsi Then a model of reading instructionm could
be selected that would be cénsisﬁent with and would fit comfortably within}
the total program.

I would like to suggest a set of experlences that seem to me to be
appropriate. for pre-first grade?childrEﬁ and important elements of a beginﬁing>

reading program. This is taken from an interactive point of view.

A Preprimary Reading Program

Many ﬁre:feadiness skillsécan be provided for in the normal framework.
of a nursery school, day care;eentaf or kindergarten. These classrooms
include a wealth of materials;ta help children develop visual discrimination
Skiiléi Using parquetry puz?les requires the child to relate the shape‘éf_
each piécé to the shape of tée space in which it is to be inserted and to
the rest of the picture. Pégsats, beads, strings, and similar materials

i

can also be used in teachiég visual disecrimination. Teachers can develop
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design cards for children to model. A simple pattern of one red and one
blue peg alternating along the length of a line of holes in the pegboard
is snelthat children can model, with more complex patterns following.
Similar patterns can be made with beads on a string. A series of cards
beginning with simple patterns and including complex designs, and design
cards used with parquetry blocks of different shapes and colors, are other
models. These can be used at the children's own pace, with more complex
tasks being offered as they suceeed in the simpler tasks.

Children can also be asked to copy sgegifielpatterns from models using
crayons or pencils. Form discrimination tasks can be given to children,
starting with simple geometric forms on form boards and continuing to writing
letters with letter templates. A number of visual discrimination and per-
ceptual motor programs are available on the market that may be used for this
purpose. These generalized tasks are only the bare beginning. Diéc?iminatian
of words and letters would need to become a continually more important part of
the program.

As children learn to discriminate letters, they should also learn the
names of 1ettersil Not only is this a good reading readiness task but it alse
improves communication between teacher and child by providing the class with
a common verbal referent. A range of word using and labeling activities can
be developed to help children identify and discriminate words in meaninful
contexts.

There are many opportunities to teach auditory discrimination skills in
preprimary classes. Music affords opportunities for this since the child
must distinguish and reproduce pitch in music aé well as learn to listen to
the words of songs. Instruments can Eeiprévided to allow the children to

recreate patterns of sounds that differ in pitch and rhythm according to

i
i
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madels provided by the teacher. Again this is not to be considered a sub-
stitute for a creative music program.

A number- of other techniques for auditory discrimination exist. Books
such as the Muffin series can be read to make children more aware of sounds.
There are many records and sound filmstrips that can similarly be used.
Teachers can also create games for teaching listening skillsisﬁgh as sound
recognition and discrimination. They may make their own auditory diserimin-
ation materials using tape recorders or a Language Master.

Just as the children need to become aware of the specific visual patterns
found in the written 1aﬂgﬁagé; they need to become aware of the sounds they
hear in spoken language. Word sound can be the basis for much fun. Children
enjoy allitératian and rhyming and they enjoy puns which provide fun fram

similaritiés in laﬂguags sounds. While many opportunities for learning may

be found in the glassragm, teachers should be aware of the need to exploit

purposes.
There are a host of other reading related activities that are appropriate
Eer inclusion in a pre-first grade prggram Sandberg and Pohlman (1976)
describe a laboratory school pragram far fuufh ;%é flve—year—elds which
includes a host of activities to suppart-learning to read and connections éfe
built between written and spoken language. Signs, labels and charts are used
by teachers and children throughout the program, Each child develops his
own collection of words which are w?itten on separate pleces of paper and

kept in a manila envelope. Books are available for children to read or be

read to and a host of other activities are included.
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A stfang conceptual-language program can also help children develop
generalized readiness for reading. 0'Donnell and Raymond (1972) reported on
such a program based upon kindergarten proposals developed by Robison and

Spodek in New Directions in the Kindergarten (1965). This program resulted

in gteséer gains on readiness tests and other measures than did the use of
standard readiness workbooks. As a result of the program, thé teachers
became diagnosticians, aﬁie to assess individual children's strengths and
weaknesses, and provide appropriate instruction individually and in small
groups. |

Piagetian theory of cognitive development has provided us with alterna-
tive modes of viewing the reading process and of sﬁggesting activities that
can help children become readers. Unfortunately, all too often Piagetian
theory has been used to assess the readiness of children to benefit from
traditional reading instructional tasks (see for example, Elkind, 1974, Cox,
1976 and Kirkland, 1978). Since reading is a cognitive-linguistic activ?ty,
Piaget's work can help educators understand the process of reading as an
intellectual ﬁrocess and develop strategies to help children read in other
than traditional ways.

Building from Piagetian theory, Schickedanz (1977) has developed strate-
gdes for using dramatic play to help children approach reading. Dramatdic 1
play dis symgclic play. Children re-enact roles and activities in play

' sgttiﬂgsf .They use themselves, other persans’and objects to staﬁd for

different things. Language i1s used to support and structure the play. A
range of strategies have been suggested for teachers to extend and sustain

the range of reading and language-related activities in dramatic play settings.

19
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The idea of using play as a means for teaching reading is further corroborated
by a study by Wolfgang (1974) of the relationship between levels of play
and competence in readers among young children.

Finally, one obvious actiﬁity must be suggested in a reading program
for children: reading to them. The admonition to read to young children asiJ
preparation for ther later learning to read has become popular in’ 1mcent
years. This 1s suggested because successful readers consistently report
having been read to by their parents. This "reading to" is often translated
into a pre-first grade activity in which the teacher regularly reads to a
group of children en masse. Hoskisson (1977) and Schickedanz (1978) suggest
that this is an inappropriate strategy and that Ehe wrong elements of the
parent-child reading situation are being tranmslated into school prograns,

The elements of the reading situation that allow reading as informat-don
Processing to develop are excluded in the mass reading strategy.

Schickedanz suggests a strategy where stories are read to children one~
on-one, and where the child is allowed to see the print in the book, and to’
help turn pages. The same books are read repeatedly so that a story line can
be memorized by the childien.: Adults peziadically point to words as they
say them, or ask children to say them. There is also free access to books ,
for thé-ehilérén and listening posts with records or tapes of stories ayaiiable
along with the Eaaks for the children.

Hoskisson recommends a more formal strategy containing many of these
same elements in a process he calls "assisted reading."” At about age four
or fivé, the child is ready for this process. In assisted reading the adult

(teacher or parent) reads phrases or sentences and the child repeats these.

';_”}2()};_;,.
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Books and stories are read and reread in this way as the adult moves his
finge; slowly under the lines that are read. At some point children will be
encouraged to read words they recognize before the adult reads them. In the
final stage the child is encouraged to read independently with the adults
supplyiﬁg words that they anticipate the child will not know. The process

of moving from being read to to reading occurs as result of hypotheses the’

children develop and test in relation to the written 1anguagé they see and
have heard repeatedly.

While the Hoskisson proposal containing a number of control techniques
not found in the work of Schickedanz, both approach the reading task as a
total cognitive process. Assuming a Qagﬁitivéaiinguistic conception of reading
based upon the interaction of data-driven and conceptually-driven processes,
a range of other strategies could be developed and incorporated into a pre-
first grade class.

Let us shift gears and look at the way in which different conceptions of
the basic educational skills might be implemented in programs as well as the ways
in which policy proposals might help or hinder the implemEﬂtaticn-af these
conceptions.

The proposal for teaching academic skills exclusively in the primary
grades and testing the children regularly to insure their learning assumésia
particular approach to skillslinstfuctian; Both the proposal to limit content
and the proposal to test regularly ﬁsing standardized tests supports a "top~
down" eaﬁeeptian of féading, and, I believe as well, a similar limited conception
-of ariﬁhmetic instruction. Excluding non-skill oriented edueatiangl'cnntént
frqm preprimary and primary classes w;uldvlesve the instructional materials

~ themselves as the only source of information about reading available to children .

'f7¢{€21r7* 
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learning to read. A language experience approach to reading instruction would
require that children be provided with broad range of experiences if the child's
§3p5r123235 are to become the content of the reading program. This would be
égniéd them.

Standardized tests of basic skills each assume a certain type of instruction.
Test items are supposed to samplé the potential learnings of the child. 1If
the learning experiences actually provided are significantly differgnt from
those assumed by the test developer, the test is invalid. Such a situation
seldom results in throwing out the test in American education. Rather, the
curriculum offered to the ;hild is generally modified to conform to the
assumptions of the test developers. Thus, the NAE proposal is a limiting one.

A review of the guidelines of the Headstart Basic Educational Skills
Project and a knowledge of the context in vhich they will be implemented would
also suggest that a limited conception of educational skills may be supported.
The alternative models suggested in the guidelines might actually be alternative
ways of delivering Eﬂucatiopal services rather than alternative conceptions
of the educational services to be provided with the approach to skills acquisi-
tion éetEfmined by the program already in place in the cagpérating elementary
school. What headstart would then provide in this pféjéﬂtbis a support off
existing approaches to reading, approaches that in many cases are the omes that
are criticized for not adequately helﬁing children acquire these same basic
skills. .- i : -
| Perhaps it is time for students and practitioners of early childhéﬂd '
education to realize that curriculum conceptions represent edueatiqﬁal policy.
We need to serve as students of educational policy and as critics of educational

- policy. We need to be aware of what is being proposed for young children and
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the basic assumptions underlying these proposals and to begin to influence

actions so that services for young children are not only humane but are

educationally worthwhile as well.
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